Abstract: Almost twenty years after the Bologna Declaration was signed, the extent to which universities are embracing competence-based learning is a topic of much interest. This article presents a comprehensive model for the analysis of the implementation of competence-based learning (CBL) in Higher Education. An extensive bibliographic review was carried out on the concept of competence-based learning and on each of its constituent elements, with a view to proposing a model made up of seven dimensions and a set of evaluation criteria and indicators. The areas reviewed were the legal and administrative context, the institutional context, the degree programme planning process (including the individual modules/subjects within it), teaching practices and their assessment, and the review and improvement of the overall process. This explanatory model can be very useful to universities, particularly from Spain and Latin America, for assessing their level of implementation of competencebased learning, and identifying their strengths and areas for development.
Introduction
In the late twentieth century, the various changes that occurred in society and in the world of work demanded shifting from a culture based on qualifications and specialisation to one of professional competence and multifunctionality. Delors 1 summarised the guidelines for teaching innovation, which should be aimed at learning to know, learning to do, learning to live together and learning to be, a vision that should guide future reforms in relation both to programmes and to methods. While this approach had been partially implemented in English-speaking countries, it was translated into CompetenceBased Learning (CBL) in Europe.
Much has been written about CBL since then. Studies have fundamentally relied on an approach to the teaching-learning process that has sought to provide students with an educational foundation to meet society's needs in work, civic, professional and ethical terms. Some pieces of research have focused on the concept itself; others, on the importance of defining competences; some others, on the importance of distinguishing between specific and general competences; other studies have been centred on whether CBL can be taught and learnt; whereas some have dealt with competence-based teaching and assessment methodologies. 2 Álvarez 3 conducted a review of research conducted on generic competences over the past fifteen years. According to his data, the research concerns innovation experiences and their outcomes, training, competence assessment, conceptual frameworks, and regulations on competences.
Following the Bologna Declaration, 4 the Bologna Process raised the importance of focusing EU efforts on the design and implementation of Higher Education degree programmes using a competence-based approach. It involved actors at different decision-making levels, including national education
The relevant EU and national bodies, education authorities and quality assurance agencies have put in place frameworks and procedures in order to implement and promote these guidelines. The ENQA 13,14 has developed two versions of 'Standards and Guidelines for Quality Assurance in the European Higher Education Area (EHEA)'. The first version 15 included three of the seven standards which refer to the issue at stake. Standards 1 and 2 concern the need that institutions should have a policy and associated procedures for the assurance of the quality of their awards. Standard 3 establishes that students should be evaluated according to standards, regulations and procedures that are public and coherent, ensuring they are designed to measure learning outcomes; fit for purpose; and based on explicit and published criteria. The revised version of this framework 16 contains three (out of ten) standards that are focused on this matter: design and approval of programmes (standard 2); monitoring and review of programmes (standard 9); and ensuring programmes promote student-centred learning, teaching and assessment (standard 3).
At a national level, education ministries and quality assurance agencies have developed regulations and programmes that have set out procedures and standards for the design, approval, monitoring and assessment of their qualifications. Higher Education regulations in Spain 17 have established a number of learning goals formulated in terms of competences that are the backbone of their qualifications. Both the guidelines for the design and educational management models. 29, 30 But none of them have developed a comprehensive model with criteria and indicators to analyse the degree of implementation of CBL in a given HEI or qualification. 31 Two decades after this process began, it is time to take stock of its impact and analyse to what extent CBL has been implemented in HEIs. This process should take into account the most significant factors highlighted in the literature, which the promoting bodies and the stakeholders have attempted to adapt and transform over time.
Objectives
This paper seeks to answer the following research question: what are the key dimensions in the implementation of CBL in a HEI, and how can these dimensions be reflected in terms of criteria and indicators?
The
aim is to provide a model to assess the extent to which CBL has been implemented, and to provide elements to identify the focus areas needed to further its development, by disaggregating them into dimensions, criteria and indicators. This model not only takes into account institutional aspects, but also those related to the legal and administrative context involved.

Methodology
This study uses qualitative methodology and is based on a systematic documentary review. It is exploratory in scope, since it is aimed at examining a little-researched area. 32 The first step was to carry out a literature review of existing models for the evaluation of CBL, using the meta-search engine Océano, a tool for searching bibliographic data that includes more than one hundred impact databases, both national and international, where scientific 29 Rodolfo Schmal and Andrés Ruiz-Tagle, "Un modelo para la gestión de una escuela universitaria orientada a la formación basada en competencias," Cuadernos de Administración 22, no. 39 (2009): 287-305. 30 Analia Giménez, "El papel de la gestión de centros educativos en un modelo de aprendizaje basado en competencias," Páginas de Educación 9, no. 1 (2016): 5-15. 31 Amie Dragoo and Richard Barrows, "Implementing Competency-Based Education: Challenges, Strategies, and a Decision-Making Framework," The Journal of Continuing Higher Education 64, no. 2 (2016): 73-83. 32 Robert Hernández, Carlos Fernández, and Pilar Baptista, Metodología de la investigación (México: McGraw Hill, 2014) . 35 Villa, Campo, Villa, García-Olalla and Arranz; 36 Icarte and Lávate; 37 Villa, 33 Sonia Cardoso, Orlanda Tavares, and Cristina Sin, "The quality of teaching staff: higher education institutions' compliance with the European Standards and Guidelines for Quality Assurance-the case of Portugal," Educational Assessment, Evaluation and Accountability 27, no. 3 (2015) : [205] [206] [207] [208] [209] [210] [211] [212] [213] [214] [215] [216] [217] [218] [219] [220] [221] [222] . 34 Manuel José Acebedo-Afanador, Inmaculada Aznar-Díaz, and Francisco Javier Hinojo-Lucena, "Instrumentos para la evaluación del aprendizaje basado en competencias: Estudio de caso, " Información Tecnológica 28, no. 3 (2017): 107-118 . 35 Manuel Poblete, María José Bezanilla, Donna Fernández, and Lucía Campo, "Formación del docente en competencias genéricas: un instrumento para su planificación y desarrollo," Educar 52, 1 (2016): 71-91. 36 Aurelio Villa, Lucía Campo, Olga Villa, Ana García-Olalla, and Sonia Arranz, "Valoración del profesorado de magisterio sobre el aprendizaje basado en competencias implantado," Profesorado. 42 However, most of them presented either partial or broad models, and did not provide detailed indicators or descriptors. It calls attention that the majority of these models are published in Spanish language, since perhaps it is in Spanish speaking countries where CBL has had more incidence and impact.
Based on the literature reviewed, of both the ten systematic models encountered and of the partial contributions made by other authors, a model for the evaluation of CBL implementation was designed. This model was later submitted to the assessment of eight experts, 43 to ensure its reliability, validity, pertinence and usefulness. 44 The experts assessed the degree of consistency, clarity and relevance, and also noted whether it was necessary to add, delete and/or reformulate some items, 45 namely aspects, criteria and/or indicators subject to evaluation. The demand for quality followed ensured the existence of a unanimous positive evaluation by the 8 experts, for the inclusion of the criteria and indicators in the model. The initial design of the model had 28 criteria and 132 indicators. After a review process carried out during the course of 9 meetings among experts over an entire academic year, the model was finally structured into 18 criteria and 96 indicators. 
The Model
The model has seven dimensions, which explore the degree of implementation of CBL in HEIs (see Figure 1 ). The CIPP model was deemed the most appropriate to use, as it is a model for the evaluation of an institution. 46, 47 We used an approach similar to this model which aims at evaluating a programme at HEI level in order to support decision-making for improvement. It is focused on the evaluation of dimensions and indicators referred to context (C), inputs (I), process (P), and products (P). The model proposed here provides two dimensions that review the contextual aspects of CBL implementation. This includes a national regulatory framework, and a more restrictive HEI regulatory framework. Three dimensions describe the implementation process within the institution, with regard to the design of degree qualifications, the subject/module planning process and teaching/learning practices. It also proposes using two dimensions that analyse the outcomes obtained and review the degree and subject/module programme planning. 
Dimensions of a CBL model
46 Daniel Stufflebeam, "The CIPP Model for program evaluation," in Evaluation models, ed. George Madaur, M. Scriven and Daniel Stufflebeam (Boston: Kluwer-Nijhoff, 1983) .
47 Daniel Stufflebeam and Anthony Shinkfield, Evaluation theory, models and applications (San Francisco: Jossey-Bass, 2007) .
The criteria and indicators are the means for determining what and how to evaluate, by establishing the positive, desirable qualities and characteristics within the dimensions under review. However, they have a different degree of specificity. Criterion here means a pre-established requirement or quality standard used to evaluate a system, a programme or an object of assessment. A criterion usually describes an overall, more or less observable situation, and therefore requires other means to make it more concrete, namely indicators. Indicators are instruments that provide relevant information about a significant aspect of an educational or institutional situation, that is, systematically collected quantitative or qualitative empirical pieces of data used to make an assessment. They are then used as the basis for improvements. The degree of compliance with the various indicators for each dimension should be evaluated according to the evidence obtained through different techniques and activities.
Dimension 1: legal and administrative context
Every country and region has a legislative context within which university activities must operate. On some occasions, the legal framework has encouraged innovation and a change of paradigm from instruction to learning, whereas in some countries very open provisions have been established that have allowed HEIs plenty of room for manoeuvre. Countries that have passed laws and regulations to guide this change and set out appropriate requirements have predictably seen more noticeable steps being taken, such as EU countries after the Bologna Declaration. 48 The applicable Higher Education laws in several Latin American countries (Chile, Mexico, Argentina, Ecuador, the Dominican Republic, Colombia, Venezuela and Peru) and Spain 49 have been reviewed to determine which of their guidelines are related to the object of study in this paper. Four types of guidelines were identified, which have been reformulated in terms of criteria.
The first criterion was the existence of legislation that promotes a process of innovation in Higher Education and incorporates CBL. Explicit promotion of competence-based education was rare (only in Spain), whereas provisions on a student-centred approach were found in the laws of some countries (Mexico, Spain), and university autonomy was recognised across the board (Ecuador, Colombia, Mexico, Peru, Chile, Spain). A Higher Education system structured into stages in terms of Undergraduate Degree, Master's Degree, and Doctorate was generally recognised as well (Ecuador, Chile, Mexico, Colombia, Spain). References to the need for teaching staff to work on a collegial basis were rarely found.
The second criterion was that laws provide guidance on how to design a competence-based degree qualification. Having reviewed the references made to this kind of degree organisation in the different legal systems mentioned above, the main aspects identified were: the formulation of objectives as competences (Spain); an explicit difference made between (specific) competences sought in the various degrees, and (generic or transversal) competences, which were more personal in nature; a change in the methodology, marked by student-centred teaching-learning processes (Mexico, Spain); and student work time being taken into account (Mexico, Colombia, Spain, Venezuela); whereas learning assessment based on the defined competences was found to be less frequent (only in Spain).
The third criterion referred to the procedures put in place by HEIs to internally monitor degrees (Spain); and to external mechanisms to obtain official accreditation from education authorities or delegated agencies which include references to CBL (Mexico, Colombia, Peru, Chile, Ecuador, Spain) .
The fourth criterion to verify the level of commitment to CBL in a given country was governmental support, as evidenced by specific funding, resources and other incentives for training and/or innovation projects and teaching improvement for CBL (Mexico, Ecuador, Colombia, Peru, Chile, and Spain) . See table 1.
Dimension 2: institutional context
This process involves changes in how universities are structured. One of the first steps should be adapting their mission, vision and strategic plan to incorporate CBL, 50 and to make them consistent with the university's educational policy. A university-specific learning model 51 is also needed to provide students with a sense of identity.
52 Some universities have defined identity-based competences, to be acquired by all students in the performance of any profession and in their life. 53, 54 According to the recommendations made by ANECA, 55 these documents should be readily accessible on university websites to ensure transparency and allow stakeholders to make decisions.
These acquired by students to successfully complete their degree. They also provide that faculty members must prepare teaching guides with a module plan focused on the acquisition of those competences. 62 Evidence has been found that there is a need for institutions to incorporate mechanisms to design, approve, monitor and review their qualifications and teaching guides.
The criteria set out by ENQA 63, 64 require that the teaching staff must be appropriately qualified and must have the opportunity to acquire their own competences as necessary, as part of the internal quality assurance system for which each institution is responsible. The programmes developed by ANECA 65 include the assessment and accreditation of the faculty. This agency is in charge of evaluating the qualifications needed to hold teaching positions or be part of the teaching staff; whereas universities should have criteria for their internal selection process, take responsibility for assessing their personnel, identify any training needs, design actions to correct the deficiencies detected, 66 and provide some tools and resources to help implement initiatives for teaching innovation and improvement. See table 2.
Dimension 3: Degree programme planning process
It has been a regular practice in Higher Education planning processes to consider the curriculum to be the sum of the individual modules (or similar units) that constitute it, and therefore to have each individual module organised separately. Since competences are ambitious, integrative learning objectives to be achieved, 67, 68, 69 it became apparent that implementing CBL would not be feasible on an individual module basis. It was seen that it would be necessary to engage in collegial efforts to organise how the competences are progressively acquired throughout the whole curriculum. 70, 71, 72 This new collegial approach, which can be brought about through different structures and/or roles, has come to be essential.
The first requirement for designing a competence-based degree programme is the existence of an integrated educational project. The professionalisation of the Higher Education curriculum and the growing demand for socially responsible professional performance 73, 74 has emphasised the need to analyse the environment, in order to ensure the pertinence and focus the direction of degree programmes, 75, 76 and to define a professional profile to work towards. This profile is the reference point for identifying the competences that a given professional should possess in order to perform their role. 78, 79, 80, 81, 82 The reference to performance in authentic situations and contexts requires using active, student-centred methodologies. 83, 84, 85, 86 These may be designed within each subject or in the form of broader units (projects, modules or areas). 87, 88, 89 The curriculum should therefore contain decisions with respect to the learning model and/or methods to be used, and the type of academic units to be employed to organise the programme, 92, 93, 94 The competences within the degree are to be detailed further at a later stage, using tools such as competence maps or curriculum grids to define how they will be acquired in the different units.
95 Assessment structure also needs to be consistent with the methodological choices made, to determine the degree of acquisition of those competences, both upon completion of each unit and of the degree. This will establish the extent to which the outcomes in the graduate profile have been achieved. 96, 97, 98, 99, 100 Some mechanisms also need to be introduced to monitor whether the plan is implemented in a coordinated manner, which include distributing the competences and content to be developed 116, 117, 118, 119, 120 Each degree qualification is intended to enable students to achieve a certain academic and professional profile. Therefore, the starting point in the planning process needs to be developing that profile and the prerequisites to be met by students. Each faculty member should define which specific and generic competences are sought within their particular module (or similar unit).
121,122
The second key criterion is to specify which teaching-learning strategies will be used. The lecturer should: provide a pedagogical strategy that is coherent with the competences to be acquired by students, and consistent with the principles of autonomy and meaningful learning; plan the learning activities in detail, including the time needed to carry them out; provide all documents and supporting resources required for those activities; and establish the 113 Pablo Beneitone, Julia González, and Robert Wagenaar, Meta-perfiles y perfiles. Una nueva aproximación a para las titulaciones en América Latina (Bilbao: Universidad de Deusto, 2014), http://www.tuningal.org/es/publicaciones/doc_download/122-meta-perfiles-yperfiles-una-nueva-aproximacion-para-las-titulaciones-en-america-latina-espanol.
114 Gerardo Serpa, Adriana Falcón, and Elvia Isabel Echeverría, "Contribución de los meta-perfiles a mejorar la formación por competencias: el caso de la carrera de Enfermería en Uniandes," procedures, schedules and places for monitoring, tutoring and directing the learning process. 123, 124 The third key criterion is to set forth a suitable system for the assessment of competences, 125,126 one of the most complicated aspects for teaching staff.
127
In order to put into competence-based assessment into practice, the lecturer needs to formulate the learning outcomes and/or indicators to be used for assessing and giving feedback to students with respect to their progress in acquiring the necessary competences; 128,129 select the techniques and instruments to be employed to collect the relevant information, during and at the end of the process; and design the marking scheme to be used (weighting of each competence/indicator towards the final mark), reflecting the degree of acquisition of the competences both throughout the process and upon completion of the module programme. 130, 131, 132 See table 4.
Dimension 5: Teaching practices and assessment
After the planning process has been completed, the focus is shifted to teaching practices. How faculty members should behave towards students, the nature of their teaching practices and the lecturer-student relationship all mark a change from a lecturer-and content-based approach to a student-centred learning process that seeks to provide an overall education.
133
The first criterion is the type of methodologies used and their pertinence to competence-based learning. 134, 135, 136, 137 Active methodologies should be employed and their purpose should be conveyed to students, thus promoting their motivation and involvement, and fomenting autonomous and meaningful learning. 138, 139, 140, 141, 142 The use of a broad range of methodologies (PBL, cooperative learning, case studies, etc.) and/or techniques (simulations, debates, competitions, role-playing, etc.) is advised. This means that teaching practices can be adapted to different types of students, contents and competences. 143, 144, 145 It is also recommendable to propose contextualised, reallife activities, 146, 147, 148 and to use ICT to support the process. 149,150 Any additional necessary conditions and resources, both human and material, should also be made available.
151,152
The second criterion is related to the scope and importance of student guidance and tutoring. This task has come to play an essential role, as it gives direction to the learning process and helps ensure that it takes place in an autonomous and responsible manner. It is difficult to deliver a competencebased module (or similar unit) without the lecturer guiding and supporting 143 Águeda Benito and Ana Cruz, Nuevas claves para la docencia universitaria en el Espacio Europeo de Educación Superior: en el espacio europeo de educación superior (Madrid: Narcea, 2005 151 Rufino Cano, "Modelo organizativo para la planificación y desarrollo de la Tutoría Universitaria en el marco del proceso de convergencia europea en Educación Superior," Revista Interuniversitaria de Formación del Profesorado 22, no. 1 (2008): 185-206. 152 Rosa García, Sonsoles Guerra, Natalia González, and Emilio Álvarez, "Estudio exploratorio de las percepciones del profesorado universitario respecto a la gestión de la docencia," Educación XXI, 13, no. 2 (2010): 163-184. students throughout the process. 153, 154, 155, 156 Additionally, as noted by several authors, 157,158,159 tutoring should not only be focused on teaching-learning issues, linked to the monitoring of the learning process within a given module, but it should also have a guiding role, including providing support on personal issues and concerns regarding career direction and advice.
The third criterion is focused on how the subject or module would be assessed, which should be consistent with the competences sought in the programme. 160, 161, 162, 163, 164 This should cover progress both in terms of specific competences and of transversal or generic competences. The CALOHEE (Madrid: Narcea, 2005) .
161 Víctor López-Pastor, "El papel de la evaluación formativa en el proceso de convergencia hacia el EEES: Análisis del estado de la cuestión y presentación de un sistema de intervención," Revista interuniversitaria de formación del profesorado 20, no. 3 (2006): 93-119.
162 Víctor López-Pastor, "El papel de la evaluación formativa en la evaluación por competencias: aportaciones de la red de evaluación formativa y compartida en docencia universitaria," REDU, Revista de Docencia Universitaria 9, no. 1 (2011): 159-173.
163 Maria Lourdes Villardón, "Evaluación del aprendizaje para promover el desarrollo de competencias," Educatio siglo XXI 24 (2006): 57-76.
164 Ana García-Olalla, "El Portafolio Docente: Un instrumento para evaluación y mejora de la práctica docente," Revista CIDUI 2 (2014): 1-13.
Project of the European Union offers a complete example of how to develop a competence based learning assessment of students based on 5 areas of knowledge: Engineering (Civil Engineering), Health Care (Nursing), Humanities (History), Natural Sciences (Physics) and Social Sciences (Education). 165 A correct assessment involves the use of a multitude of tools and techniques
166
. It also entails transparency in managing the process: students should be informed in advance of the instruments, criteria, indicators and weighting that will be used in the assessment of a given module, 167, 168 and of the assessment schedule. 169 Assessment should not be merely summative but formative in nature, with feedback to be regarded as a key element for a student's progress. Obtaining feedback on how to learn, on the difficulties and obstacles to be overcome, and on the errors to be corrected is at the core of improvement. This results in deriving optimal benefits from the module. 170, 171 It is also advisable to involve different agents in the assessment process, including the lecturer, their 165 CALOHEE, "Measuring and Comparing Achievements of Learning Outcomes in Higher Education in Europe," last modified 2019, https://www.calohee.eu/main-objectives/.
166 Victor López-Pastor, "El papel de la evaluación formativa en la evaluación por competencias: aportaciones de la red de evaluación formativa y compartida en docencia universitaria," REDU, Revista de Docencia Universitaria 9, no. 1 (2011) 171 Ana García-Olalla, "El Portafolio Docente: Un instrumento para evaluación y mejora de la práctica docente," Revista CIDUI 2 (2014): 1-13. colleagues, and students themselves, 172, 173, 174, 175 and to rely on ICT to support the process. 176, 177, 178 See table 5.
Dimension 6: Module review and improvement
Several authors have included lecturers' reflections on their own practice in their competence-based teaching-learning models. 179, 180, 181, 182, 183, 184, 185 The process for the review and improvement of a given module should be part of the teaching process at different points, 186 but it is particularly important at the end of the academic year. It is at this time that the strengths and weaknesses should be identified, and changes and actions need to be proposed to improve the way in which students should acquire the relevant competences the following year. 187 Improvement may involve making minor, specific changes, including those to teaching plans, the use of teaching time, and the methods, techniques and/or activities for teaching-learning and assessment. These do not require excessive time and training on the part of the lecturer. In other cases, major changes may be required, which may demand the faculty member to participate in specific training. In the case of university lecturers and professors, training is important, since they generally begin their teaching career without any specific training in teaching methods. 188 This reflection process should rely on information from different sources: students, colleagues, academic managers and lecturers themselves, 189, 190, 191 although it is mainly students' evaluations that are usually taken as a reference point. Moreira and Santos 192 noted that a lecturer's self-assessment provides a more substantive reflection on their performance than the analysis made by students. In this regard, Montoya 193 referred to the 'assessment of assessments' as a way of promoting reflection processes on teaching practices among faculty members. The analysis of teaching practices at the end of the process includes analysing students ' outcomes, 194 that is, the meanings students have managed to construct concerning the relevant competences, not only in terms of their opinion about the teaching practices involved, or their perception of the learning attained. 195 In so doing, the lecturer becomes involved beyond the typical role in assessment processes (an individual being evaluated through standardised instruments), and fosters full participation in the evaluation and the creation of new educational goals.
Teaching practices may be reflected on either by faculty members on an individual basis, or on a collegial basis (between the lecturer and their line manager, or between lecturers). Montoya 196 proposed an assessment system that includes an interview. The study found that most lecturers saw the interview as a useful opportunity to reflect on their teaching practice. Some of them also clearly identified ways of improving their courses, and their specific training needs. It is important to take into account that implementing policies and strategies for faculty members' professional development requires that the HEI be receptive. An institution that is willing to acknowledge their needs, establish priorities, decide how and on what terms professional development will take place, and assess the outcomes, 197 operating on a coordinated basis with other performance evaluation programmes and incentive schemes. 198 See table 6.
Dimension 7: Degree programme review and improvement
This Dimension is related to Dimension 3, which deals with degree programme design. In this way the process comes full circle, and a number of mechanisms are highlighted that need to be put in place to review and improve the degree after it has been designed and implemented. These mechanisms are intended to ensure that a systematic review and improvement process takes place; and that this process is open, flexible, relevant and objective, by welcoming multiple voices and perspectives to participate.
Certain institutional conditions need to be created to facilitate the review and improvement process, including: identifying needs, designing improvement plans, and incorporating the changes required as they are proposed, with no need to obtain external approval. 199, 200 For the sake of objectivity, and to ensure that a rigorous process takes place, a person or a body could be entrusted with the monitoring tasks (one that is preferably different from the person or the body in charge of planning and implementing the changes).
Another key aspect at this stage is involving different agents in the process, particularly in terms of identifying the areas to be improved. 201, 202, 203 In addition to consulting faculty members, the points of view of students, graduates and employers should be included. Students are in a privileged position to detect any potential overlapping areas and shortcomings in the degree programme, and also to identify any mismatches between the level of competences at the start and the level of attainment throughout their learning process. 204, 205, 206 The contribution of graduates is critical, because they are aware of the programme's strengths and weaknesses as regards future employability and performing other roles in society. Employers and other members of society who are involved in graduates' entry into the job market and society itself have a good knowledge of the needs and requirements for this to happen successfully.
It is important that faculty members act on a collegial basis, as the degree programme is the result of a collective effort and its coherence and integrity must be preserved. 207, 208, 209, 210 The teaching staff should: have mechanisms that promote a structured reflection on how their module contributes to the acquisition of the competences provided in the graduate profile; receive suggestions from different agents; and create spaces where faculty members within the same degree can share their views and design a joint improvement plan. 211, 212, 213 See table 7.
Discussion and conclusions
The Bologna Declaration marked the beginning of a profound university reform that introduced, among other aspects, a CBL approach that advocates the overall development of students, both in specific and transversal competences. This approach is intended to enable them to adapt to and successfully address the issues and changes emerging in a complex, globalised world. Introducing it has not been an easy task, as it involves transforming the previous ways of doing things and affects the different areas and processes of university education. This study provides a comprehensive model for the analysis and assessment of the degree of implementation of CBL in the different universities. The proposed model seeks to make an original contribution, as it is a comprehensive 7-dimension model of analysis, with individual criteria and indicators for each dimension. While some partial analytical models have been proposed that have focused on a particular dimension of analysis, no comprehensive models have been found in the literature that are similar or an alternative to the one described here.
From the seven dimensions included in the model, two review the contextual aspects that surround the implementation of CBL: the national regulatory framework and the HEI's regulatory framework. Three dimensions describe the process for the development of CBL in the institution, which concerns degree programme design, module planning and teaching practices. The last two dimensions analyse the outcomes obtained and review the planning process, both on a degree and on a module basis. The breakdown of each dimension into criteria and indicators resulted from a literature review that focused on the most important aspects to be assessed in each of the dimensions. Although the model has been evaluated by eight experts, it would be interesting to test it through individual interviews or focus groups with university lecturers and managers. In fact, it is going to be tested in two Latin American universities during the next academic year. Also, even though the model has been developed in the context of Spain (as part of the European Union) and Latin America, it would be desirable that it may be contrasted with possible good practices in other regions of the world, and in particular in institutions where Tuning project has been implemented.
This model is not intended to be a single, finished model, but to serve as a framework for HEIs interested in evaluating the degree of implementation of CBL in their degree qualifications, so that they can adapt and reach a consensus through participatory processes within their institution. It is also essential to bear in mind that the university context is ever-changing and therefore, the model seeks to be dynamic and subject to changes and updates.
The model can serve as a basis for the design of different assessment instruments according to the dimensions identified, from a quantitative, qualitative or mixed perspective. Both the model presented here and any tools that may result from it would be ultimately aimed at guiding the analysis of the situation and the decision-making process, so that they contribute to improving the acquisition of competences among university students.
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Tables
1.1.2. The innovation process is based on student-centred learning.
1.1.3. University autonomy is recognised.
1.1.4. The importance of collegiality among faculty members is emphasised.
1.1.5. Higher Education cycles are harmonised and recognised. This is regulated on the basis of competences (bachelor, master and doctorate) (framework for degrees/qualifications). 2.4.3. The university has devised some mechanisms to detect teaching staff needs for the adequate development and improvement of its degrees.
2.4.4. The university has mechanisms to detect administrative and services staff needs for the adequate development and improvement of its degrees.
2.4.5. The university promotes and supports faculty members' involvement in innovation and/or research informed by CBL.
2.4.6. The university offers training to its teaching staff with a view to carrying out any improvements identified to be necessary for adequate CBL implementation.
2.4.7. The university offers training to its administrative and services staff with a view to carrying out any improvements identified to be necessary for adequate CBL implementation. 3.1.3. The professional-academic profile of the degree has been defined. This includes establishing a professional identity, the roles for which it is intended and the areas where professional performance will occur.
3.1.4. The learning objectives of the degree are defined in terms of the competences students will acquire while working towards it.
3.1.5. The degree explicitly differentiates between generic competences and specific competences to be worked on.
3.1.6. The degree programme establishes how teaching is to be organised (by subjects or other equivalent units) and identifies each of its constituent units. A certain workload is stipulated to be carried out, inside and outside class (e.g. credits)
3.1.7. There is a competence map (or equivalent procedure) which outlines the competences to be acquired within each subject (or other academic units that the degree is structured into). This shows that it is an integrated formative/educational project.
3.1.8. The degree programme establishes the use of active methodologies that place the student at the centre of the learning process, and are in accordance with the type of competences to be acquired.
3.1.9. The degree programme establishes the use of methods and techniques that assess the extent to which the competences described have been achieved, both throughout the learning process and in terms of final outcomes.
3.1.10. The degree programme provides a mechanism to establish the extent to which the relevant competences have been acquired. This operates on a coordinated, collegial basis. 3.2.1. The individual responsible for the degree programme establishes and/or puts in place the necessary mechanisms (meetings, documentation) to ensure the coordinated planning of the degree, through an integrated approach of the subjects (or equivalent units) within it.
3.2.2. The faculty and other individuals responsible for degree design and implementation agree on and define how the various competences should be included in each of the subjects/modules.
3.2.3. The teaching-learning and assessment methodologies to be used in the subjects (or equivalent units) are discussed and agreed upon in order to diversify and coordinate the learning scenarios proposed to students.
3.2.4. Learning and/or assessment activities are planned on a joint basis for different subjects, in order to promote an overall, integrated acquisition of the competences.
3.2.5. Distribution of student workload among each of the subjects is discussed with a view to favouring continued balanced work.
3.2.6. Assessment of the extent to which the degree's competences are achieved is carried out on a coordinated and transversal basis (horizontal and/or vertical).
3.2.7. A record is kept of the decisions taken with regard to degree coordination. 4.1. The contribution of the subject to the graduate profile is described and competences are specified.
4.1.1. The lecturer contextualises and describes the purpose for the subject (or equivalent unit) and its contribution to the academic-professional graduate profile.
4.1.2. The lecturer clearly sets out the prerequisites for students and the relationship between their module and the other modules in the degree.
4.1.3. The programme and/or study guide establishes the generic competences to be acquired within a given subject in accordance with the competence map, and specify the aspects to be worked on.
4.1.4. The programme and/or study guide define the specific competences to be acquired within the subject, in accordance with the competence map, and specify the aspects to be worked on.
4.2. Appropriate teaching-learning strategies for the acquisition of competences are detailed.
4.2.1.
Lecturers design a teaching strategy that is coherent with the competences students need to work on, and with the principles of autonomy and meaningful learning.
4.2.2.
Lecturers detail the activities to be carried out and the estimated time for completion, according to the principles of autonomy and meaningful learning. The overall workload/ time assigned to each subject/module (or assigned credits where applicable) needs to be respected.
4.2.3.
Lecturers provide a detail explanation of the documentation and support resources to be used for the proper monitoring of the subject/module and completion of the activities included in the programme.
4.2.4.
Lecturers establish the procedures, schedules and spaces to monitor, tutor, and guide student learning. 4.3.1. Lecturers formulate the learning outcomes and/or indicators that will be used to assess and provide feedback to students on the extent to which they have acquired their competences.
4.3.2. Lecturers choose the techniques and instruments to be used to gather the information relevant to the learning outcomes and/ or selected indicators, both throughout and at the end of the process.
4.3.3. Lecturers provide detailed information about the marking scheme (the weighting of each competence/indicator towards the final mark), which reflects the extent to which the competences have been acquired, both throughout the process and upon completion of the module programme. 5.1.1. The teaching conditions for the delivery of the modules (number of students, spaces, classrooms) are appropriate to the type of module and the competences to be acquired.
5.1.2. The lecturer informs students of the generic and specific competences to be worked towards in the module/subject, the methodologies to be used and how competences are to be assessed.
5.1.3. The methodologies used are coherent with the competences to be worked on within the modules.
5.1.4. The methodologies encourage students to take an active role in their teaching/learning process.
5.1.5. Varied methodologies (PBL, cooperative learning, case studies) and/or different techniques (simulation, debates, competitions, role-playing) are used.
5.1.6. Proposed activities are contextualised and real (they are authentic tasks).
5.1.7. ICT is used to support the teaching/learning process.
5.1.8. Teaching resources are adapted to the teaching/learning methodologies. 5.3.1. Assessment is coherent with the competences to be worked on within the modules.
5.3.2. Both generic and subject-specific competences are assessed.
5.3.3 A variety of assessment techniques and instruments are used.
5.3.4. The assessment process is transparent: students know the instruments, criteria, indicators and weightings involved.
5.3.5. There is formative assessment, which helps students to adjust their learning according to the feedback received.
5.3.6. Students know when formative and summative assessment is used.
5.3.7. Students receive quantitative and qualitative feedback on their work.
5.3.8. ICT is used to support the assessment process.
5.3.9. Different agents participate in the assessment process: lecturers (module leaders), their colleagues and students. 6.1.1. Lecturers reflect on their teaching practices by analysing the relationship between the extent to which the competences have been acquired by their students and the teaching and assessment methods used.
6.1.2. Lecturers reflect on the assessment by relying on different sources involved in their teaching process: students, colleagues, managers and their own experience.
6.1.3. Lecturers identify the strengths and weaknesses in their teaching.
6.1.4. Lecturers identify specific changes and changes for students to improve their competence-based learning for the following year.
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